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Abstract  
Investigating the values and beliefs teachers possess about child rearing and education might be the first step to understand why children are 
educated  in some settings and not others, why the settings are established in the ways they are, why teachers encourage some activities and 
discourage others. The aim of this study is to determine the relation between teachers’ beliefs and values about child rearing, education and 
some socio-demographic variables. The sample consists of 447 early childhood and elementary education pre-service and in-service teachers. 
Polarity Scale (Tomkins, 1978, 1987), Schwartz Value Scale (Schwartz, 1994), and Parental Modernity Scale (Shaefer ve Edgerton, 1985)  is 
applied to gather data.  Results demonstrate significant relation between conformism, power, humanism and traditional-modern child rearing 
beliefs and values.   
© 2009 Elsevier Ltd. 
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1. Introduction 
Many studies have acknowledged the importance of teacher beliefs. Personal belief systems of teachers, their judgement and 
evaluations of best practice play a critical role in shaping teaching practices (McCarty, Abbott-Shim, & Lambert, 2001; Murphy, 
Delli, & Edwards, 2004). Preservice-teachers’ beliefs have also been an interest in teacher education research.  Students come to 
teacher education programs with their preset beliefs about teaching and philosophy of education. According to Sergiovanni 
(2000), philosophy of education is the foundation for one’s actions concerning education. It is a statement of what one intends to 
do and how in relation to education. Galbraith (2000) indicated that it is the basis for decisions, processes, and actions made about 
the process of instruction and learning.    
Van Dijk (1998) defines personal philosophies as ideologies and representations of who we are, what we stand for, what our 
values are and what our relationship with others are. According to Tomkins (1987) personal ideologies an individual maintains 
toward belief-based and value-based components of human living may be understood according to the two orthogonal dimensions 
of normative and humanism. In relation with this explanation, normative socialization is oriented toward teaching and directing 
the child along predetermined pathways. The objective is to have the child become obedient to these external standards, and to 
ignore or defer pleasure deriving from his or her own feelings (Stone & Schaffner; 1988). Humanistic socialization, on the other 
side, could be thought of as child-centered education. According to humanistic orientation; the child’s feelings and desires are 
central, and growth is seen as springing almost spontaneously from the child’s inner self. Feelings and sensitivity are to be 
savored and relished, not denied (Stone & Schaffner, 1988). 
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Teachers value system can be understood with another perspective by  Schwartz’s cultural value approach. Schw
demonstrates that cultural values are alternative solutions for social problems. Three dimensions related to the approach are
conservatism-autonomy (beliefs related to individual group relations); 2) hierarchy-equality (beliefs related to responsibility
social behavior); 3) superiority-harmony (beliefs related to individuals’ responsibility for environment and life). This appro
can help to understand how values of teachers are developed at a cultural level (Sagiv & Schwartz, 1995; Schwartz & Bil
1990). 
  Some socio-demographic variables are found to be related with teacher beliefs and instructional behavior. Age, gen
and ethnicity contribute to beliefs that pre-service teachers hold (Richardson, 2005). In a study of early childhood preservice 
in-service teachers, teachers with normative orientation are seen to be more custodial  in classroom discipline (Gürúimúek 
Göregenli, 2004 ). In a study of Turkish pre-service teachers, Celep (2000) found older teachers had greater self-confidenc
ability to motivate students and held more positive views of students’ willingness to learn than younger teachers. The result
Gürúimúek and Göregenli (2005) study indicate that there is a significant correlation between the teachers’ and teac
candidates’ values, perceptions on how democratic the system is and beliefs about personal control over the education syst
Minor, Onwuegbuzie, Witcher, and James (2002) found that men were two and a half times more likely to endorse sub
knowledge as more important for effective teaching than women, men are more normative and custodial oriented in classro
discipline (Gürúimúek and Göregenli, 2005). Doyle (1997) found that views of teaching and learning changed from more pas
to more active acts of teaching depending on the years spent in an education program. .  
 Depending to constructivist discourses of learning and teaching, people build new knowledge on what they have alre
acquired. Thus, the framework for the preservice teachers’ previously existing beliefs is formed mostly from all their experien
including their native ecological environment, religious beliefs, societal views, traditions, Therefore, preservice-teachers’ bel
are very important because people make meaning of their learning by connecting to their existing knowledge (Richardson, 20
The National Council for Accreditation of Teacher Education recommends that teacher educators increase their awarenes
beliefs of their pre-service teachers (NCATE, 2002). Studies provide  evidence to suggest that changing teacher beliefs sho
and can occur during the training years (So and Watkins 2005; Brownlee, Purdie, and Boulton-Lewis 2001) Taken together, 
body of work points to the importance of teacher beliefs as a useful outcome for understanding pre-service teachers’ fu
teaching quality ( Wilcox-Herzog, 2002). 
The aim of this study is to determine the relation between pre-service and in-service early childhood and elementary teach
beliefs and values  and their relation with child education. The study also aims to investigate how these beliefs are related w
some socio-demographic variables as age, gender, subject area, seniority, income and neighbourhood.   
2. Method 
2.1. Participants 
The sample of this study consist of 319 women (70.6%) and 128 men (28.3%) total 447 pre-service and in-service e
childhood (n=215) and elementary education (n=232) teachers. The age of the participants ranged between the age of 19
which means age=33.59. As a whole, 21.1% of the participants (n=99) had spent most of there life in village and small to
54.9% at city (n=248) and the other 22.1% at big city (n= 100). 340 participants (75.2%) were pre-service students at e
childhood and elementary education departments of two education faculties. The work experience of the in-service teach
ranged between 3-17 years with the mean experience= 9.5. 
2.2. Procedure 
The measures were administered to the participants during April-May 2008. The pre-service sample was selected among
3rd and 4th grade students of elementary and early childhood education departments of Buca Education Faculty. The teac
candidates answered the scales during class hour. The in-service teachers were selected among the teachers of teacher practic
schools due to their acceptance to participate. Do to the ethical approval process for doing research with human subjects all of
candidates were informed by the researcher about the aim of the study and that if they accepted to contribute how t
contribution would be used. The study was carried on with the participants who accepted to answer the scales. 
2.3. Measures 
Polarity Scale.   Polarity Scale is developed by Tomkins (1964) and revised by Stone & Schaffner (1988).  The adaptatio
the scale to the Turkish context was conducted by Göregenli (1997) with a sample of 522 adults   alpha coefficient was obtai
as 0.69. The scale is used at a study on 186 early childhood teacher sample (Gürúimúek and Göregenli, 2004) and with a sam
of 366 in-service and pre-service teachers ( Gürúimúek and Göregenli, 2005) and the alpha coefficient was found as 0.65 and 0
In this present study the Polarity Scale is used as developed by Göregenli (1997) and the alpha coefficient for all items is 0
The respondents are to determine the statement that best reflects their belief from the paired items, with 1.00 indicating norma
Is¸ik Gürs¸ims¸ek et al. / Procedia Social and Behavioral Sciences 1 (2009) 975–979 977
and 2.00 indicating humanistic orientation. The total scores of the participants are computed by the total item scores, and higher 
scores indicating humanistic orientation. 
Parental Modernity Scale: Orijinally developed by Schaeffer and Edgerton to assess the modernity or traditional values and 
attitudes about childrearing (Schaefer & Edgerton, 1985).  Items of caregiver beliefs about children along a dimension from 
authoritarian to child-centered are rated on a 5-point scale from ”strongly disagree” to “strongly agree”. Higher scores reflect 
modernity in child rearing.and child-centered beliefs. The adaptation of the scale to Turkish was conducted by Gürúimúek(2008) 
with a sample of 198 parents. The 5 items with negative item-total correlations and below 0.20 were eliminated and the last 
format with 25 items and the alpha coefficient for the Parental Modernity Scale was obtained as 0.89 for traditionality and 0.66 
for modernity. The last format with 25 items is used in this study with alpha coefficients 0.89 for traditionality dimension and 
0.96 for modernity. 
Schwartz Value Scale:  This scale is a 5-level Likert scale designed by Sagiv and Schwartz, (1995) to determine how 
important each value is for the respondent. Totally there are 10 dimensions of the scale. Giray (2003) adapted the scale to the 
Turkish context and Cronbach alpha values were determined as 0.58-0.81 for dimensions and 0.83 for the total scale. Gürúimúek 
and Göregenli (2005), have determined the alpha as 0.79 with a sample of 366 Turkish educators. In this present study some 
dimensions are combined and five dimensions of the original scale used and combined as dimensions Power (7 item) and 
Conformity (13 item) with a total 20 item. Power dimension consists of items related with Power (attainment of social status and 
prestige, and the control or dominance over people and resources) and Achievement (personal competence). The second 
dimension conformity consists of items related with Tradition (respect, commitment, and acceptance of customs and ideas that 
one’s culture or religion imposes on the individual) ,Conformity ( restraint of action, inclinations, and impulses likely to upset or 
harm others and violate social expectations or norms) and Security (safety, harmony, and stability of society or relationships, and 
of self ). The cronbach alpha is evaluated as 0 .76 for Power dimension and 0.88 for Conformity dimension in this study. Higher 
scores reflect higher tendency for Power and Conformity. 
General Survey Questionnaire: This questionnaire consists of six items related to socio-demographic variables of the 
participants. Age, gender, subject area, seniority, income, neighborhood are the variables measured.  
3. Results  
The result of the study presents interesting findings. Significant differences are found in relation with gender. Women are seen 
to be more humanistic (women =35.92 men =34.72) (F (1,445)=21.75 , p<.01) and  also women (X= 26.16) are seen to have 
higher scores on modernity dimension   (X=20.00 ) (F(1,445)= 27.97,  p<.01) Women are seen to have more child-centered  
child-rearing beliefs. Men are more traditional (X=51.53) than women (X=46.93) about child-rearing (F (1, 445)=12.62 , p<.01). 
Women are also seen to be more power oriented (women = 24.18, Men = 22.05) (F(1,445)= 11.48,  p<.01) and more conformist 
in their values (women = 36.21,  Men = 31.90) (F(1,445)= 15.01,  p<.01 ) 
Age is significantly related with child-centered beliefs of younger participants. Younger participants   believe in child-centered 
rearing more than the older   (participants aged 18-25=24.97, 26-35=24.93, 36-45=20.12, 46 over=17.56) (F=(3, 443)= 3.70,  
p<.05). Age is also significantly related with humanistic orientation. Younger participants (participants aged 18-25 = 35.62, 26-35 
=34.23) are seen to have more tendency for humanism than the older participants (participants aged 36-45 =31.76, 46 years 
over=29.33) (F=(3, 443)= 5.175,  p<.01). Seniority is seen so have similar relations with humanism and child-centered rearing. 
Pre-service teachers are seen to be more humanistic oriented and child-centered in their beliefs.  Pre-service teachers are also seen 
to have higher scores on conformity (pre-service=36.01, 1-5 year experience=33.62, 6-11 year experience=32.38, 11-15 year 
experience=32.58, 15 year over=28.59) (F=(4, 442)= 4.36,  p<.01).  
Early childhood educators are more humanistic oriented (X=35.85) than elementary educators (X=34.23) (F(1,445)= 4.808,  
p<.05) and have higher scores on modernity dimension of child-rearing (early childhood = 32.77, elementary = 17.09) (F(1,445)= 
347.354,  p<.01). Elementary in-service and pre-service teachers are more traditional in their beliefs of child-rearing (F(1,445)= 
96.34,  p<.01). Subject area is also significantly related to some dimensions of value scales. Early childhood teachers are seen to 
have higher scores on power (early childhood= 26.79, elementary=21.05) (F(1,445)=100.184 p<.01) and conformity   (early 
childhood=41.22, elementary=29.19) (F(1,445)=200.05 p<.01) .   
Income and neighborhood is not found to be related with any of the variables. 
Traditional-authoritarian child rearing belief is negatively correlated with modern-child centered belief (r=-.33, p<.01) and 
also humanistic orientation(r=-.11, p<.05). Participants who believe in traditional child rearing are also having higher normative 
tendency. Modern child rearing beliefs are positively related with both tendency to value power and achievement (r=.51, p<.01) , 
conformity and traditional (r=.68, p<.01). Participants who believe more on child-centered rearing are seen to have higher scores 
on power and conformity. In the same way, participants with higher scores on power are seen to have higher scores on conformity
(r=.48, p<.01). 
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4. Discussion 
  In order to understand what teachers need to learn, it is critically important to understand what they already believe and v
about education. This study was designed with the aim to investigate and compare the beliefs and values of pre-service and
service early childhood and elementary education teachers. 
Gender is seen to be variable that is related significantly with teacher beliefs and values. Similar to studies on the field (M
and ect., 2002;Murpy and ect., 2004; Stuart and Thurlow,2000) and on Turkish samples   ( Gürúimúek and Göregenli, 2004, 20
women are seen to have more humanistic orientation and and value child-centered child-rearing more than men. Results 
show that early childhood teachers have higher scores on humanistic orientation and child-centered rearing beliefs. Today
Turkish education faculties and schools early childhood educators are mostly women and men population is increasing gradu
in quantity. Men teachers with their cultural roles and beliefs are seen to have some difficulties in adaptation, especially
beginning years of their pre-service teaching. Stuart and Thurlow (2000) emphasize that “preparing teachers as change ag
begins with an understanding of the beliefs that underlie teacher decision making”.   The process of teacher education   can b
critical period for preservice-teachers to learn and address their previously formed beliefs and values and adapt to the profes
(Fang, 1996; Joram & Gabrielle, 1998).  Brownlee, Purdie, and Boulton-Lewis’s (2001) worked on growth in the epistemolog
beliefs of pre-service teachers; due to a year-long reflective teaching program is important in this sense. Such work prov
evidence to suggest that changing teacher beliefs should and can occur during the training years Understanding their perso
ideologies and beliefs, and their effects on content pedagogy, relations with students, pupil control ideologies and instruction 
accelerate pre-service teachers’ adaptation to the profession. 
Age and seniority are seen to be important in understanding pre-service and in-service teachers’ beliefs. Pre-service teach
are seen to be more humanistic oriented and child-centered in their beliefs. It is interesting to see that pre-service teachers 
have higher scores on conformity. Unlike the results of this study, in other studies with Turkish teacher samples (Gürúimúek 
Göregenli, 2004; Gürúimúek, Göregenli, 2005) the teachers were seen to be more traditional, to be in more need of security 
conform to the education system more than the candidates. A finding that supports this result is seen in a recent study, in wh
child-rearing values and beliefs of parents were investigated (Gürúimúek, 2008). In the mentioned study it was seen that youn
parents had higher scores on modern child rearing beliefs and also on tendency of valuing conformity.  In this present study a
participants’ tendency toward conformity was positively correlated with modern child rearing beliefs. 
One assumption of the different findings between studies might be that the former studies were focused on primarily subj
about education system as system justification, control beliefs and perceived democratic level of the system and tried
understand the relation between educators’ values, beliefs and these constructs. This present study and the study on parents c
rearing beliefs although use the similar measurements, are looking for different relations. Tendency toward conformity, tradi
and security may be related with child rearing beliefs in a different sense. This assumption needs further research. 
Another assumption might be that the results are an indication of a social and cultural change of society. School is a part of
society and as such it incorporates a process of replication of the dominant worldviews and values existing in the larger soci
Due to the changes in social climate as a whole, the new generation of teachers may be integrating modernity and conform
from a different perspective. It could be suggested that the reciprocal relations behind this assumption should also be investig
in different cultural frameworks and with different samples to enhance the theoretical framework for understanding the be
systems of teachers. 
Finally, early identification of beliefs and values of teacher candidates in relation with child socialization and contro
important if pre-service teachers are in need to make authentic decisions about their teaching practice. The alternative is, to
unaware of these factors or the role that they play in shaping the pupil and be socialized during the practicum into the custod
bureaucratic traditions of schooling.  
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